ABSTRACT This study addresses urban Appalachian girls and identities as constructed within and outside of the written discourses of the institution known as school. Drawing on poststructuralist (Weedon, 1997) and sociocultural (Gee, 1996) perspectives of language, identities and discourses (Gee, 1996) , and on the feminist philosopher Griffiths (1995) , it is argued that girls' identities are dependent upon consent given to particular relationships available in various discourses.
Introduction
Many students living in marginalised communities experience tensions between school and non-school contexts. In a 5-month qualitative study focused on identities as they are constructed within institutional and noninstitutional written discourses I looked at these tensions and the ways they are experienced by urban Appalachian girls in a fifth-grade classroom. Many schools serving marginalised children operate using middle class ideologies. Students are expected to take up school identities, which conflict with culturally and ethnically relevant identities, as they engage in various written school discourses. These discourses rarely enlist culturally and ethnically relevant identities of marginalised students. In fact, for these students, participation in school discourses, written or oral, can result in a denial of a whole host of 'Other' identities available in spaces outside of school. Often, schools implicitly and explicitly 'Other' these 'Other' identities and treat them as pathologies. Marginalised students, such as urban Appalachian girls must cross the boundaries between home and school discourses, and in doing so, make choices among conflicting identities.
Appalachia, Urban Appalachia and Urban Appalachian Girls
Along the eastern edge of the United States lie the Appalachian Mountains. This region, home to generations of Appalachian people, is defined by the Appalachian Regional Commission as the:
200,000-square-mile region that follows the spine of the Appalachian Mountains from southern New York to northern Mississippi. It includes all of West Virginia and parts of twelve other states: Alabama, Georgia, Kentucky, Maryland, Mississippi, New York, North Carolina, Ohio, Pennsylvania, South Carolina, Tennessee, and Virginia. (http://arc.gov/aboutarc/region/abtapreg.html)
In response to the economic hardships brought about by the automation of coal mining and the closing of family farms, a 'Great Migration' occurred during the 1940s and 1950s as more than 3 million Appalachians moved from the region to seek employment in Northern 'port of entry' cities (Wagner, 1974) . These port of entry cities included Chicago, Cincinnati, Detroit, Dayton and Akron, to name a few. Within these urban areas, many migrants settled in neighbourhoods that became distinctly Appalachian.
Like their mountain predecessors, urban Appalachians are known for their independent nature, strong sense of neighbourhood, and close connection to and reliance on kin (Wagner & Obermiller, 2000) . This mostly white population, [1] often referred to as the 'invisible minority' (Philliber et al, 1981) , are those city dwellers whose ancestry, whether immediate or distant, lies in the Appalachian region. A history of being scorned and 'Othered' by outsiders followed rural Appalachians into the city. Just as rural Appalachians were portrayed, even invented (Batteau, 1990 ) by outsiders as 'hillbillies' and 'ridgerunners', urban Appalachians are portrayed in essentialist ways by urbanites as 'trash', who live in communities of poverty. Today, several generations of urban Appalachians are still demeaned by 'trash' discourses (Hartigan, 1997) as they struggle to make a living, maintain kinship ties, and retain their cultural identity in the face of local, regional and national scorn.
Of the many plights urban Appalachians face in the city, high school dropout rates present the greatest concern to the urban Appalachian community. According to a neighbourhood-based urban Appalachian advocacy group (Sullivan & Miller, 1990) , many urban Appalachian youth experience such a sense of powerlessness and frustration with school that they drop out (Mike Maloney, personal communication, 1999) . In some neighbourhoods, the dropout rate is estimated to be as high as 99% (Appalachian Connection, 2001) . Researchers (Wagner, 1974; Borman et al, 1978; Timm & Borman, 1997) report the difficulty that urban Appalachians experience in public schools:
Advocates for Appalachians who have moved to inner-city neighbourhoods hold the view that values such as loyalty to kin and others including neighborliness, identification with place, and person rather than goal orientation are fundamentally in conflict with school values and practices. The skills, strengths, and values of minority and poor children are maladaptive in schools operated by representatives of the middle class. (Timm & Borman, 1997, pp. 273-274) Dropout rates among white urban Appalachians girls and young women, in particular, is partially associated with a 'lack of synchrony between that which is valued by schools and that which is valued in [urban Appalachian] families, Because the overlap between the school and the family is slight, [and] the attachment to school is limited' (Timm & Borman, 1997, p. 259) .
Urban Appalachian Girls and Written Identities
In this article, I focus on the choices girls made within the institutional and non-institutional contexts. Within each of these contexts certain identities are available for girls to take up and/or be shaped by, i.e. 'good girl', 'hood rat' and 'friend'. The urban Appalachian girls in this study consent to some of those available identities, while resisting others. Furthermore, some girls take up 'Other' identities that might be deemed pathologies and, hence, 'prohibited' by the institution of school. I argue that the extent to which girls take up varying and simultaneous multiple identities is dependent upon the relations available within written discourses.
Throughout this article, I will specifically examine what consent the girls give to what I call 'Other' and institutional identities via the various written discourses available in non-institutional and institutional contexts. I explore the ways in which 'Other' writings and identities, 'Othered' by the institution, hold a stronger sense of agency and power for the girls. In addition, I will explore the ways in which urban Appalachian girls adopt 'official' school or institutional written discourses in order to be 'good girls'. This role allows them to please the teacher, remain at grade level and, most importantly, remain with their peer group. In this discourse their writing appears to lack agency and voice. However, even those school writings entail agency as girls resist and redefine the official, institutional discourses, while simultaneously embracing them.
Theoretical Framework

Language, Discourse and Identity
Drawing on the work of Foucault and other poststructuralists, Weedon (1997) argued that language is '… the place where our sense of ourselves, [our identity] … is constructed' (p. 21). To explain and emphasise this interwoven nature of language and identity, Gee (1997) proposed two notions of discourse. Discourses, with d, are 'connected stretches of language that make sense ' (p. 127) . Discourses with a capital D, on the other hand, are language-based identity kits that supply '… instructions on how to act, talk, and often write, so as to take on a particular social role [or relationship] that others will recognize' (p. 127). Discourses suggest a social position that provides access to membership in a group or to a collective identity. These Discourses are '… socially accepted association[s] among ways of using language, and other symbolic expressions … that can be used to identify oneself as a member of a socially meaningful group or "social network" …' (p. 131). According to Weedon, 'Discourses exist both in written and oral forms and in the social practices of everyday life ' (p. 108) . For the purpose of this article, I will, from this point, refer to Gee's notion of Discourses with a capital D, as I reflect on the ways in which the girls engage with non-institutional and institutional Discourses in written forms as they take up particular identities to serve a variety of purposes.
Individuals move in and out of multiple realms of 'everyday life', i.e. school, home, community, church, etc. However, as they cross these boundaries, they learn rules about what Discourses and, hence, identities are acceptable within any given context. This constitutes a dilemma for those whose engage in Discourses that are non-middle class mainstream, i.e. Discourses without cultural, social, political and economic power. These Discourses do not represent the hegemonic systems of power and are thus undervalued. They become 'Othered' by such powerful systems and institutions associated with those systems. Those of the underclass, such as Appalachians, particularly urban Appalachians, experience great difficulty as they engage with mainstream Discourses. They resist identities associated with mainstream culture; maintaining membership in their own groups and taking up identities in their own culturally and ethnically relevant Discourses ensures belonging. In her work with female youth offenders, Finders (1998) examined the way in which girls engaged in Discourse of being 'bad' as a way to maintain their 'bad' identities and membership within their peer groups.
In their work on poor whites, Newitz & Wray (1997) noted that 'identities are produced, in part, by historically specific social systems' (p. 6). As individuals move across the boundaries of various realms of everyday life, and their associated histories, and as they engage in various Discourses and the available identities, they are shaped by the Discourses (Gee, 1996) . Each of these Discourses 'constitute the meaning of the physical body, psychic energy, the emotions and desire as well as conscious subjectivity. They define individual identities …' (Weedon, 1997, p. 109) . Moreover, as individuals move in and out of these different realms, they are 'regulated' by the Discourses (Walkerdine, 1990) .
However, individuals also shape Discourses every time they are engaged in and with them (Gee, 1996) . Williams (1977) argued that language is a creative process, which can be shaped by individual and group agency. In the same, Finders (1998) study mentioned above, the girls learned how to 'negotiate their identities through multiple, competing discourses ' (p. 3) . They learned creatively to enact agency as they moved through and shaped school Discourses. Weedon (1986;  see also Hedegaard, his volume) noted that, 'To be effective, they [Discourses] require activation through the agency of individuals whom they constitute and govern in particular ways as embodied subjects ' (p. 108) . Furthermore, Williams claimed that language production is a social process marking a social relationship. When individuals interact with one another in the Discourses of various realms of 'everyday practice', they do so in relationship to the others who are available in a 'socially meaningful group or "social network"' (Gee, 1996, p. 131) . In other words, Discourses define relationships in social networks. Griffiths (1995) looked at building a philosophy of identity, of establishing who we are, by exploring the notion of relationships. Her philosophy of identity construction posits the individual, as connected through a web of relations created through different connections of belonging. Three in particular I will draw upon are Griffiths's:
• connection of love;
• connection of acceptance;
• connection of resistance.
For Griffiths, a connection of love entails a desire to be in connection with a group. A connection of acceptance is a connection in which one is invited to join in a relationship with a group. A connection of resistance, on the other hand, involves a personal denial of being in relationship with someone or some group. In making these connections, we consent to or resist specific kinds of relationships, and the identities that are taken up within those relationships. Hicks (2002) , in her book on working class children and literacy, suggested that the extent to which we appropriate others' Discourses depends on the consent we give them. Generally, consent is connected to the kinds of relationships available in certain Discourses and certain kinds of relationships sanction particular identities while prohibiting others. For example, school Discourses construct particular kinds of relationships between students and teachers. Although constrained by language and Discourse, individuals find ways to exert agency by the ways in which they consent to or resist various relationships defined by any Discourse.
Girls, Writing and Identity
Drawing on post-structuralist theory, Davies (1993) looked at the way in which girls and boys are constituted within Discourses of power, and how they found ways to exert agency and create other ways of reading and writing the gendered self. Steedman's (1982) study disclosed how girls write identities that align not only with gender expectations, but with class expectations, as well and those same girls write to resist elements of those subjectivities. In her study, Finders (1997) also found that the construction of a gendered and classed self occurred through engagement in literacy and literacy events. If classed and gendered identities are created and constituted through literacy events, how are ethnic identities, in the case of the present study, Appalachian identities, formed through literate events, particularly literacy events involving writing?
Vicki Purcell-Gates (1995) looked at the literacy lives of three urban Appalachians living in what she deemed a 'non-literate' world. Lack of access to print fostered an identity as a non-reader and non-writer. Once given access to literacy events, Jenny, an urban Appalachian mother, used writing for her own purposes to connect with others. For example, Jenny began writing letters to family members.
Starting in 1998, I witnessed and tried to understand how eight urban Appalachian girls came to construct their identities through writing -how they consented to and resisted school, and other written Discourses. The research was led by my experience as an urban Appalachian girl growing up in a marginalised urban Appalachian neighbourhood, and informed by my experience as a middle school teacher of writing and as a critical educator concerned with girls.
Research Context
The qualitative pilot study took place over 5 months in a fifth grade classroom within City Hill (pseudonym), a neighbourhood situated in a large Midwestern city that has been home to several generations of poor and working poor urban Appalachians. A 'minoritised space' (Stewart, 1996) , City Hill is characterised by run down corner laundromats and 'quicky marts'. Although City Hill is becoming increasingly more interethnic and interracial many first, second and third generation white urban Appalachians still live in such neighbourhoods referred to by some as 'urban 'hollers' [that] remain [as] incubators of Appalachian culture across generations' (Timm & Borman, 1997, p. 273) .
Data Collection
The classroom in which I spent most of my time was the only selfcontained unit in the fifth grade. After 8 weeks of sitting next to students, helping them with various assignments, eating lunch and talking on the playground with them, I invited all the girls to talk with me about writing in a focus group format (Krueger, 1994) . Participants included eight girls aged 11-13. These girls were chosen because they volunteered to share their experiences and thoughts about girls and writing. Early on, all eight girls participated in a focus group designed to generate discussion about girls and 'writing'. After the focus group session, I spent 2 days a week for 3 months meeting with, sitting next to, and listening to these girls talk about themselves and their writing. Four of the girls, Polar Bear, Texas, Christy and Maggie (self-selected pseudonyms), expressed an interest in wanting to talk with me further in extended one-on-one sessions. The remaining four girls, Sally, Kecia, Lannette and Nicky, talked with me in spontaneous, one-on-one sessions that occurred at their request.
The Girls
Who were the girls? First, there is Polar Bear, a bi-racial student who was, according to her teacher, 'on grade level'. Polar Bear maintained ties with her grandmother who still lived in the hills of Virginia. Polar Bear looked forward to the summer when she returned there to spend time with her grandmother. Texas, is a small white girl, who had lived in the neighbourhood all her life. Texas and Polar Bear were close friends all year. They called each other on the phone in the evenings and on weekends. Christy, is a white 13-year-old who often expressed concern about being held back at school. Sally is a 12-year-old white girl who, like Christy, had many relatives who had lived in the neighbourhood for several generations. Kecia, Lannette and Nicky are 12-year-old African American girls who lived in an adjacent urban Appalachian neighbourhood. Finally, there is Maggie. Maggie is an 11-year-old white girl who had lived on and off with her grandfather. Maggie told me that she had trouble sleeping at night because she was afraid that the youth gang to which her brother belonged would come to her house and shoot her family.
All of the girls, like Maggie, lived with fears that remained hidden. All the girls had suffered tragedies. Two years ago, Polar Bear witnessed the shooting death of her older brother. She wrote in one paper she gave me: '[I saw] my older brother … laying on the ground bleeding. I was crying because he got shoot in his heart … When I had turned my face down he had died in my arms'. Texas's uncle was currently serving time in a prison. Maggie's brother had served time in a 'penitentiary'. All of the girls were survivors.
The Data
Data for the study includes focus group interview transcripts, field notes and written artifacts collected from the girls. Following methods developed by Krueger (1994) , I engaged the eight girls in two audiotaped focus groups designed to allow me to understand the role of writing in the girls' lives. I asked a prompting question: What do you think of when you hear the words 'girls' and 'writing?' From this one prompt, the first focus group lasted approximately 1 hour. A follow-up focus group, conducted a week later, lasted an hour. (See Appendix A for focus group protocols.) Follow-up interviews were conducted individually with the girls. The first of these interviews addressed specific elements of writing. Several subsequent and spontaneous interviews occurred when some of the girls approached me, and explicitly wanted to talk with me about school writing or writing completed outside of school. Included in the data set were writing artifacts. Among the artifacts were writing from the girls' writing portfolios and other school-related writing tasks, such as worksheets and classroom assignments. In addition, notes, lists, pictures and diaries were offered.
Institutional and 'Other/ed' Identities
Early on in my conversations with the girls it became clear that there were two kinds of writing: non-school, or 'Other' writing and school writing, or what I call for the purpose of this article, institutional writing. In looking at the kinds of texts produced and the talk about those texts, authorial selves emerged that revealed varied relationships and identities. In some instances, 'Other' writings entailed an engagement with identities that when enacted within the space of school are 'Othered' by the institution.
'Other' Identities
In this section, I explore 'Other' identities that are taken up through written Discourses in non-institutional contexts by focusing on Maggie. These 'Other' identities are constructed in, and shaped by Discourses of private and public writings. In these written realms, different kinds of relationships are available to those in school writing realms and thus different identities surface. Among the kinds of relationships that are available to Maggie include connections of belonging (Griffiths, 1995) with family members and peers. Borman et al (1978 Borman et al ( , 1988 have documented the importance of familial relationships in the urban Appalachian community. Maggie, as well as other girls in this study, take up identities that situate them as being in relationship with family as they engage in non-institutional written Discourses. One of these Discourses involved the use of lists as a way to connect with family. In an early conversation, Maggie noted that she kept lists of things she needed to do. Among the items on her list were notes to call her grandpa. Maggie talked often about the importance of her grandpa in her life. Many mornings she walked to his house several blocks away to eat breakfast. According to Griffiths (1995) , Maggie establishes her identity as embraced in a connection of love with her family.
While Maggie used lists to identify herself as a member of her family, she used writing on public spaces to take up an identity as being in connection with her peers.
In the following focus group transcript excerpt, Maggie talked about an incident in which she claimed, on a public space, her connection with her friends: In this excerpt, Maggie reveals herself as participating in the public written discourse of the neighbourhood. In doing so, she positions herself as someone who acts to claim a relationship or, as Griffiths (1995) would say, a connection of love, with her friends, Lindy and Texas, only to have the relationship silenced or 'scrub[bed] … off' by patriarchal figures such as her father and the police because of their concerns about staying out of trouble with the institution of the state.
I talked with Maggie about her neighbourhood. Maggie told me that her neighbours were 'hood rats'. 'They all hood rats', she said, ''cuz they just bad and all they want to do is get in trouble … the people in this neighbourhood are different' (Interview). You will note Maggie's reference of hate toward her brother above. Her connection of resistance (Griffiths, 1995) with her brother speaks, in part, of her awareness of and partial internalised disdain for the way in which some people in the neighbourhood, in this case her brother, are 'bad', i.e. they belong to gangs. In this excerpt Maggie describes a neighbourhood identity that situates her and others as stereotypically 'bad'. As Newitz & Wray (1997) might claim, Maggie associates herself with a 'geography of trash ' (p. 9) . This contrasted markedly with the identities Maggie and the other girls' took up in school-assigned written Discourses.
Institutional Identities
Throughout my discussions with the girls and my readings of the girls' writings, I noticed the girls' awareness of school-based written discourse rules and expectations, and the way in which they took up the identities sanctioned by that discourse, i.e. 'good girl' identities. The girls often referred to written tasks completed for the school writing portfolio. The portfolio, required by the local school district, is a collection a works of various genres designed to demonstrate a student's ability as being competent in grade-level writing tasks as defined by district and state standards. In a follow-up interview about her writing portfolio, Sally talked about 'following all them rules'. Many of the rules, to which Sally referred, dealt with surface elements such as skipping lines and writing on one side of the paper. However, handwriting, posed a major concern for the girls. Maggie talked about writing as something 'you can practice and it makes your handwriting get better and it makes the muscles in your hands get better' (Focus group). When asked about herself as a writer, Nicky said, 'First thing that come to my mind is good cause I got good handwriting'. Polar Bear believes that her, 'handwriting is sometimes good to me but the size of it is sometimes messing me up very bad' (Focus group).
Students were required to compose reflective pieces about themselves as writers and their progress for their writing portfolio. In her personal reflection, Maggie wrote: 'My writing has improved this year because I practice a lot at home and at school. I write a lot in cursive and print … the more you practice, the better you get every day' (Reflection, 12 January, 1999) .
According to Griffiths (1995) , our identities are formed in relationship and one of the kinds of relationships that we establish are those in which we make connections to others by seeking acceptance. All the girls, with the exception of Polar Bear, referred to their handwriting as a major issue in this writing in order to be 'accepted'. Christy states:
My writing has improved this year because [our teacher] makes us skip lines and write in cursive and also makes us [have] at least six or seven words on a line…so soon I will know how to edit like her and other teachers. I hope I hope my writing will improve even better' (Reflection, written 14 December 1998) Having good handwriting was seen as a way to be a 'good girl' and sustain oneself in 'good girl' relationships within the institution of school. In some sense, the girls need to be 'accepted' (Griffiths, 1995) by the teacher because teacher-given grades impact on them. Christy says:
… if I do my writing, and I do all my writing, then when I pass-when I give it to my teacher then when she sees that my writing is nice and neat then I know I'm going to pass. (Focus group) By following the rules of form in school writing the girls take up 'nice and neat' and 'good girl' identities, and get good grades in order to be accepted within the school.
Being accepted also requires one to write certain genres. In a general discussion about girls and writing, Kecia reveals how much school writing had come to mean writing in general: 'Writing is important because when it come to writing, you have to like write … like you're writing to prove or persuade somebody (emphasis added)' (Focus group). Not only were the girls aware that they must write within particular genres, but they must write about given topics. Moreover, they must do so in specific and bounded ways. The similarity in the content and form of the girls' portfolio materials eerily reflected the extent to which this was the case. In several portfolios I found letters to Santa with similar language. On December 2, 1998, Christy wrote:
Dear Santa Clause: Your service at Christmas makes me angry. Because I want to see the renders Plus you don't eat our cookies and milk. You need to give us more presents. At least the good children should get more. You should also give some cash out to children. Please do better Santa.
Sincerely, Christy
Texas' on the same day December 2, 1998 wrote: When I asked the girls about this assignment, they said they had to write what they had written in order to put the letters into their portfolios. These letters, it seemed, became perfunctory tasks to be performed.
Being 'accepted' by the teacher meant all the required pieces had to go in the writing portfolio and the girls complied with this. Each girl with whom I spoke had every single requirement in her writing portfolio from prewrite to final copy. So, not only were the girls complying with 'following all them rules' for each kind of writing, they were also complying with the expectation that nothing would be left out of the portfolio. However, while complying with the rules, the girls, like the female offenders in Finders's (1998) study, were finding ways to negotiate Discourses. Complying with the rules was a way to creatively negotiate the Discourse for their purposes beyond the teacher's view.
Understanding Consent: belonging to the peer group 'Good girl', 'nice and neat', 'following all them rules'-are particular kinds of identities that are available if girls want to be successful according to the written Discourses of the school. These Discourses offer subjectivities (Gee, 1996) that are often associated with essentialist views of females. Walkerdine (1990; see also Ivinson & Murphy, this volume) would argue that in being 'good girls' and doing what they are told, the girls have been 'regulated' by the process of schooling, in this case the regulating process of school writing portfolio production. However, within this regulating process, the girls exert agency and find spaces in which they write their way into sustained connections not only with teachers, but with their friends; the girls with whom I worked clearly understood this. Their relationships with friends were referred to often. One girl captured the salience of this when she said: '… we all sisters and brothers. Texas, and Lannette, Maggie, and Christy, Sally … and Nicky, …, we sisters … our aunts and cousins are friends. We'll always be sisters and brothers. Aunts, we uncles, we nieces, and nephews'. The girls see themselves as identified in 'sustained, intimate relations with others' (Griffiths, 1995, p. 78) . They are girls who act on their communal destinies. Lensmire (1994) , Lewis (1997), and Finders (1997) , as cited in Finders (1998) , noted the importance of 'peer dynamics' (p. 9) in the classroom. In this classroom, girls understood the weight of writing and how much power it held in whether or not they passed to the next grade with their peers. In our initial focus group, Maggie commented about her writing in school:
You could get a lot of most of your grade … all of your grades practically come from writin' and you get all lot of good grades so right there that's the most important thing and that's the mostly important thing that helps you pass to the next grade to be with your friends.
In the act of engaging in school written Discourses, the girls were saying that they wanted to belong to a group of peers, and in doing so they attached particular importance to their identities as being in relationships with friends (Hey, 1997; McRobbie, 1978) . To remain in these relationships, they followed the teachers' rules. Davies (1993) stated: 'In becoming competent participants in the culture of the classroom, students thus regard the authority of the teacher and text as taken for granted, rather than as anything that should be called into question ' (p. 44) . Indeed, all the girls appeared not to question the authority of the teacher and her writing rules.
Understanding Resistance: the role of non-institutionalized writing
There were cases in the study when resisting the teacher and the rules became a way for the girls to exert an 'Other' and 'prohibited' identity within the context of school. In the earlier section I discussed how Maggie used private and public writings (non-institutional) that allowed connections of belonging to family members and peers, and the construction of 'other' identities.
In the context of the institution, Maggie used non-institutional writing as a means to form an identity based on a relationship of resistance as she asserted her authority in school. Once in class, Maggie leaned over to ask a friend for help with work. Because Maggie's desk was in the very front of the room the teacher heard her, asked her to be quiet and told Maggie upon her non-compliance that she would receive a detention. Upset, Maggie proceeded to write the following note: 'I will never, never, never, never … serve my DT [detention]'. Meanwhile, Maggie's teacher returned to teaching her lesson. As she did so, Maggie proceeded to lean back in her seat, hold her note with arms extended and wave it from side to side, all the while turning her head away from the front of the room and the teacher. During Maggie's display of resistance, the teacher turned toward the class to ask students a lesson-related question. She stood several feet in front of Maggie throughout this event.
On another occasion, Maggie was upset because a nearby student broke her crayon. In the words of the teacher, Maggie 'lost it'. Her teacher asked her to use a quiet voice. Maggie responded: 'Get out of my face' (field notes). Trying to avoid a serious confrontation, her teacher walked away. Maggie continued to yell and she told her teacher that she wanted to kill her. At that, her teacher asked her to get hold of herself or she said, 'I'll call the principal' (field notes). Maggie replied, 'You get that fat a-on the phone' (field notes). After escorting the other students in the room to their next class, the teacher returned to her room to find that Maggie had written on the board, 'An old dike teaches here' (field notes). Later, Maggie made posters with similar sayings and taped them in the hallway. It is interesting to note that Maggie is the only student who, when composing her reflective piece on herself as a writer in school, commented on the fact that her 'writing makes more sense' (Reflective writing, 12 January 1999). For Maggie, the 'rules' were not the major issue.
In all of Maggie's school writing, there is evidence of a writer trying to make sense. She made sense within the confines of the institutional written discourse expectations. In doing so, she attempted to belong in relationship to a community of her peers. However, when positioned by the teacher as someone bothering a peer, Maggie asserted herself as a resistor in order to identify herself as a member of her neighbourhood. The space of school appeared to leave her no option to continue with a school identity and she resisted. Borman et al (1988) aptly depict the identities of urban Appalachian girls and young women as 'Bowing to no one ' (p. 230) . Bowing to no one by being 'bad' becomes a way for Maggie to connect with the urban Appalachian neighbourhood identity as a way to protect herself in the classroom. Perhaps, for Maggie, an identity that reflected cultural allegiance was more important than an identity that reflected her school writing and academic achievement.
Unfortunately, Maggie's resistant story did not end with the above narrative. Several weeks later, she fought with another student in the hall outside her classroom. After the fight she threatened to kill herself. Both students were then sent to an adolescent psychiatric ward in a local hospital for 10 days. Walkerdine (1990; Schaafsma, 1998; and Ivinson & Murphy, this volume) noted that resistance, when not given space, is pathologised. The discourse of school becomes a ' 'violence' … with rupture the only apparent means of escape ' (p. 256) . When Maggie finally did return to school, she was kept in the principal's office filing papers for several days after which she was moved to another classroom where she threatened to kill her teacher. I have not seen Maggie in a while and I am told she is being expelled for her recent threat.
Institutional Discourses, such as the written Discourses of school, operate in ways that provide space for a limited scope of relationships and, hence, a limited number of identities to be taken up. Identities 'Othered' by the school, i.e. 'unofficial' identities, become 'Othered' and treated as pathologies when enacted within the institutional context. It seems that the authoritative Discourses of institutional writing, how girls are situated within those Discourses guide, who the girls are and how they construct their identities through writing. Not only are the girls positioned in the Discourses of authority but so too is the teacher. She, too, must respond to the demands of a bureaucratic system that relies on writing portfolio evaluation. Walkerdine (1990) states, 'The school, as one of the modern apparatuses of social regulation, not only defines what shall be taught, what knowledge is, but also defines and regulates both what a child is …' (p. 32). These girls have been regulated into understanding that, in the institution, they are not to be young women with voices, with something unique and personal to say, but rather young women who are expected to follow all the rules. They are expected to be members of a discourse of docility. I have suggested they knowingly do so in order to maintain connections with others. However, when they resist and no longer are docile within the institutional environment, like Maggie, they are pathologised (Walkerdine, 1990) .
Maggie, while perhaps atypical in this class, at least atypical to the extent that she, on several occasions, enacted her resistance to school Discourses, certainly typifies the struggles that occur when students who do not operate within middle class ideologies must encounter and take up identities associated with those ideologies in school.
Discussion
In some regard, this article examines how the 'normalizing [D] iscourse' (Finders, 1998) of the institution and 'Other' non-institutional Discourses construct relationships in which to be in relationship means being a 'good girl' who is expected to follow 'good girl' writing rules. Davies (1993) stated that children are not the 'architect[s] of their own subjectivity' (p. 4). Indeed, at first glance, it appears that bound by the Discourse of the institution and all the expectations of the institution, the girls participate as docile learners; it appears the girls see school as a place that does not allow a space to write themselves, their multiple selves, into being in the classroom. In reflecting on my time with the girls, never did the girls speak about school writing as a place to have something to say. Rather, writing, especially 'following all them rules' kind of writing in school, is just something to complete. It seems as though no choice is available in the matter. They even complete their writing as 'good girls' should. However, in choosing to complete their writing tasks, the girls identify themselves in relation to a community of friends. Weedon (1997) 
comments:
The most powerful discourses in our society have firm institutional bases … Yet these institutional locations are themselves sites of contest, and the dominant discourses governing the organization and practices of social institutions are under constant challenge. (p. 105) Even though the girls are being subjected to the shaping forces of the institutional Discourses (Gee, 1996) , in this case the written Discourses, they simultaneously find ways to challenge those Discourses as they creatively play the 'rules' (Williams, 1977) for their own means, and for their own power by enacting individual and group agency. This power comes in the form of connections of their own belongings (Griffiths, 1995) . As they 'comply' to rules, they creatively resist the identities and expectations of school Discourses.
While this study specifically addresses the identities of urban Appalachian girls in a historically known urban Appalachian neighbourhood, this neighbourhood is one of many among US settings where social class membership impacts on marginalised students' experiences. Classroom pedagogies, in general, need to be readjusted to encompass the multiple identities that students live in and across school, and other Discourses. Pedagogies, in particular, writing pedagogies, and Discourses need to consider girls' social belongings and memberships. Jane Miller (1996) describes critical teaching as occurring when 'Literacy becomes a mode of living femininity as more than just 'negative capability'. It offers scope for imagining multiplicity and change, and for resisting, as well as yielding to, the seductions of the domestic and feminine' (p. 210). Writing in school for these girls was one of the many 'normalizing [D]iscourses of schooling' (Finders, 1998, p. 11 ). It did not offer a space for 'resisting, as well as yielding to' traditional gendered relationships and maybe classed ones as well. Maggie presents us with a case of struggle to negotiate competing Discourses of school and neighbourhood. She fails to negotiate multiple competing Discourses, and this leads to her being 'Othered' and pathologised. The consequences of such struggle are ill-feelings about school, school Discourses and the kinds of identities that are accepted within that space. Perhaps these illfeelings, and the disconnection between institutional, and culturally and ethnically relevant non-institutional Discourses can ultimately lead students to disassociate with school and eventually dropout. As all the girls move daily between the spaces of home, neighbourhood and school, teachers must open the spaces of writing and the writing curriculum so that these girls, and others like them can feel safe to play the Discourses of power for their own means.
With the dropout rate for urban Appalachians being, in some urban neighbourhoods, as high as 100%, it is imperative to find ways to engage and honor the identities of all students within the space of the school. Public schools and teachers have a responsibility to learn the local understandings of urban Appalachian girls and how these understandings can inform the space of school. Perhaps, addressing written literacies in classrooms as ways to embrace and enact school and neighbourhood identities would allow girls to experience a meaningful sense of belonging in classrooms, and would, eventually, have an impact on reducing the number of urban Appalachian female dropouts.
